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he second school-level factor is “chal-

lenging goals and effective feedback ”

: The factor is primarily a combination
of what other researchers have referred to as

" "high expectations” (or “offective monitoring”

" a5 referred to in Marzano, 2000a) and “pres-

sute to achieve” (see Figure 2.3, p. 19). In my

" terminology, high expectations and pressure

. to achieve refer to establishing challenging
goals for students Monitoring refers to feed-

- back—tracking the extent to which goals are
met. Given that these elements hold the
ranks of third and fourth respectively in my
previous study (Marzano, 2000a), I've com-
bined them and ranked them second in the
list of the five school-level factors

Pressure to Achieve:
Establishing Academic Goals

In reviewing the research underlying this fac-
tor, let’s first consider the academic impact of
goal setting Figure 4.1 (p 36) provides a
brief review of some of that research

CHALLENGING GOALS AND

ErrFecTIVE FEEDBACK
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Specifically, Figure 4.1 teports the research
using the metric of effect sizes (ES}) trans-
lated into percentile gains. {For a detailed
explanation of effect sizes, see Technical Note
4, pp 190-191) For example, Mark Lipsey
and David Wilson (1993) examined 204 dif-
ferent studies and found that, on average, the
act of setting academic goals had an effect
size of 0.55. This means that the achievemnent
scores in classes where clear learning goals
were exhibited were 0 55 standard deviations
higher than the achievement scores for
classes where clear learning goals were not
established This differential translates into a
21-percentage point difference in achieve-
ment Considered together, the findings
teported in Figure 4 1 are compelling
Specifically, the reported impact of setting
goals on student achievement ranges froma
low of 18 percentile points to a high of 41
percentile points
In addition to its impact on achievement,

Mike Schmoker (1999) notes that setting
academic goals for the school as a whole has
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FIGURE 4.1

Research on the Importance of Goal Setting

Synthesis Study Number- of Effact Sizes Average Effect Size Percentile Gain
3 |37 41
Wise & Okey, 1983
25 048 I8
Walberg 1999 21 046 18
Lipsey & Wilson 1993 204 055 21

study for more details

*Two effect sizes are listed because of the manner in which effect sizes were reported Readers should consult the

St _— a powerful, coalescing effect on teachers and

administrators: “Goals themselves lead not
only to success but also to the effectiveness
and cohesion of a team” (p 24) Judith Little

{1990} corroborates Schmoker’s opinion She
found that shared responsibility for commeon
goals was more important in establishing col-
legiality than interpersonal friendships
Unfortunately, shared goals do not seem to be
the notrn in schools across the country
(Little, 1990; Lorte, 1975) For example,
commenting on the research of Susan
Rosenholtz (1991), Schmoker (1999) notes

The existence of common goals in schools
was rare, and the lack of agreed-upon
goais makes schools unique among organi-
zations She found that there was very little
goai consensus—a collective agreement
about what 1o work toward—even though
her studies revealed that this element was
the heart of what accounted for progress
and success {p 25)

The act of establishing academic goals, then,
has strong support as an important factor in

effective schooling In addition, another criti-
cal aspect of academic goal setting is impor-
tant though less obvious—academic goals
should be challenging for all students. This
proviso comes directly from the research on
expectations

Ron Edmonds, an icon for the school
effectiveness movement of the 1970s, believed
that a school must challenge all students to be
truly effective More precisely, he noted that
schools must close the achievement gap
between those students from low socioeco-
nomic status {SES) backgrounds and those
from high SES backgrounds. In fact, high
_expectations for students, particularly those
from low SES backgrounds, are a cornerstone
of the school effectiveness research David
Reynolds and Charles Teddlie (2000) com-
ment on the ubiquitous nature of this finding;

High expectations of students has been one
of the most consistent findings in the litera-
ture  Virtually every review of the tapic
mentions the importance of this factor
whether British Dutch or American

(p 148)
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Reynolds and Teddlie further explain that
teachers should communicate high expecta-
tions directly to students, which implies
that clear goals for all students should be '
established

Monitoring:
The Need for Feedback

How do we know if goals are met if effective
feedback is not in place? As is the case with
goal setting, a strong and broad research base
supports the effect of feedback To illustrate,
Figure 4 2 reports findings from several syn-
thesis studies

Again, these are impressive results The
reported impact of feedback in achievemnent
ranges from a low of 21 percentile points to a
high of 41 Both of these indicate that aca-
demic achievement in classes where effective
feedback is provided to students is consider-
ably higher than the achievement in classes
where it is not In fact, a review of almost

8,000 studies led John Hattie (1892) to com-
ment, “The most powerful single modifica-
tion that enhances achievement is feedback
The simplest prescription for improving edu-
cation must be ‘dollops of feedback ™ (p 9)

Some research findings regarding feedback,
however, might temper Hattie's enthusiastic
endorsement To impact student achieve-
ment, feedback must have two specific char-
acteristics.

First, it must be timely Students must
receive feedback throughout the learning
process—ideally multiple times throughout
the school year (Bangert-Drowns, Kulik,
Kulik, & Morgan, 1991} Timely feedback
provided throughout a learning experience is
referred to as “formative” assessment (as ~ %
opposed to “eTITIITTAGVE assessment that
occurs at the end of a learning experience
only} (Airasian, 1994; McMillan, 2000) In
fact, some researchers assert that appropriate
and systematic use of formative assessment
could drastically improve the achievement of

e J bede ~to —tecders FIGURE 4.2
=5 tedents Research on the Importance of Feedback
Average
Synithesis Study Number of Effect Sizes Effect Size Percentile Gain
Walberg, 1999 20 094 33
Bloorn 1276 7 054 21
Scheerens & Bosker, 1997 — | 02 36
Kumar; 1991 5 I 35 4
Haller, Child & Walberg, 988 20 071 26
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US students For example, in a major review
of the research on assessment, Paul Black and
Dylan Wiliam (1998) noted

The research reported here shows conclu-
sively that formative assessment does
improve learning The gains In achieverment
appear to be quite considerable, and as
noted earlie; amongst the largest ever
reported for educational interventions. As
an illustration of just how big these gains are,
an effect size of 07, if it could be achieved on
a nationwide scale would be equivalent to
raising the mathematics achievement score
of an ‘average’ country like England, New
Zealand or the United States into the top
five' after the Pacific rim countries of
Singapore  Korea, Japan and Hong Kong

(p &)

These findings and conclusions create a
dilemma for schools that rely primarily on
state tests or external standardized tests as
their vehicle for feedback By definition, such
feedback is summative.

~ Second, effective feedback must be spe-
cific to the content being léamed (Bangert-
Drowns, et al , 1991). George Madaus and
colleagues found that tests that are not
specifically designed to assess a particular -
school’s curriculum frequently underestimate
the true learning of students (Madaus,
Kellaghan, Rakow, & King, 1979; Madaus,
Aldrasian, & Kellaghan, 1980) Madaus and
colleagues (1979) noted

Several of our results clearly indicate that
what we call curriculum-sensitive measures
are precisely that Compared to conven-
tional standardized tests, they are clearly
more dependent on the characteristics
of schools and what goes on in them
{pp 223-224)

S .C%t?i,(,, . NC«I >
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The message is clear Unless a school employs
assessments that are specific to the curricu-
lum actually taught, it cannot accurately
determine how well its students are learning
Today, many schools rely on the results
from standardized state tests to assess student
learning Although it is true that state tests
more accurately reflect the content deemed
important by individual states, they are still
problematic because the items on such tests
sample the content in state standards docu-
ments. Indeed, sampling the content within a
subject area is the basis for all large-scale
assessments To illustrate, in a report on the
nature and function of state-level tests and
standardized tests, the National Research
Council {1999} noted

[N
o
-

No test can possibly tap all the concepts and
processes embodied in a subject area
Instead, test makers construct a sample from
the entire subject matter; called a doman
The samples that different test makers
choose differ substantially. Thus, one can
conclude that not only are the domains of
[various subject areas] complex but there
are many subdomains and subsets of test
elements  that can be used to measure
them {p 67)

State tests are also problematic in their use of
very general performance categories. These

categories often provide little feedback on
s@g@gﬁ@ﬂ&zek 2001;
Hambleton, 2001) For example, the state
standard examples in Figure 4 3, p 39, are
modeled after descriptions of novice, appren-
tice, and proficient mathematics performance
for 8th graders

Clearly the descriptions of the three per-
formance levels in Figure 4 3 are too broad to
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~ provide effective feedback on specific skills

" and abilities For example, what is the differ-
- ence between exhibiting minimal understand-
ing of rudimentary concepts and skills

" (novice} and exhibiting partial understanding
of basic concepts and skills (apprentice)?

* Figure 4.3 is a composite for illustration only,
- yet all too often schools rely solely on state
tests with performance levels like these as

" their primary feedback mechanism

- Action Steps
I recommend three action steps to imple-

ment challenging goals and effective

.:' _ feedback.

“Action Step 1. Implement an assessment
" system that provides timely feedback on
- specific knowledge and skills for specific

- students. _
ar W\cf-\k L= ‘S’ .

\J o .
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Effective feedback is specific and formative in
nature Certainly feedback once a year from a
state test or standardized test falls well below
the minimum frequency level. At a mini-
mum, students should receive quarterly feed- < g Jones
__back on their academic performance. = =<t 7
Consequently, schools must establish an e
assessment system that provides feedback on
specific knowledge and skills at least every
nine weeks This automatically rules out
state-developed tests on standards, off-the-
shelf standardized tests, or even both working
in tandem For all practical purposes, a school
has two primary options
The first is to construct a series of quar-
terly tests that are specifically designed to
assess student competence in essential school-
identified content (see action steps 1 and 2
from Chapter 3) Although this is a viable
option (see McMillan, 1997, for a discussion),
it is usually an expensive one because most

schools and districts do not have the time or

FIGURE 4.3

Model of Performance Categories for State Standards

Novice

« Demonstrate minimal understanding of rudimentary concepts and skills

+ Occasionally make obvious connections among ideas providing minimal evidence or
support for inferences and solutions

« Have dificuty applying basic knowledge and skills

« Communicate in an ineflective manner.

Apprentice

» Demonsirate pariial understanding of basic concepts and skills
» Make simple or basic connections among ideas providing limited supporting evidence

for inferences and solutions
« Apply concepts and skills to routine problem-solving situations
» Communicate in a limited manner.

Proficient

+ Demonstrate general understanding of concepts and skills
« Make meaningful multiple connections among important ideas or concepts and provide

supporting evidence for inferences and justification of solutions
+ Apply concepts and skills to solve problerns using appropriate strategies
« Communicate effectively
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resident expertise to construct such tests and
must rely on companies that specialize in
their design.

A second and much better option is to
redesign report cards and grading practices to
reflect student competence in specific or
“essential” knowledge and skills. I have
detailed what this would entail in
Transforming Classroom Grading (Marzano,
2000b) and will only briefly address it here
Figure 4 4 presents a reporting system that
would provide this type of feedback

The top section of the report card in
Figure 4 4 looks quite traditional in that it
presents overall subject matter grades Of
course, overall grades do not provide specific
feedback (For a discussion of report card

‘options that do not include overall grades, see

Marzano, 2000b ) The bottom section contains
information about student performance on
specific topics and skills This particular exam-
ple employs a 100-point scale for each subject
matter topic as well as for nonacademic fac-
tors such as participation, assignments, work-
ing in groups, and following rules

Many other schemes can be used A four
point scale might be used for the nonacade-
mic factors or for the nonacademic factors as
well as the subject matter topics (for exam-
ples of such report cards, see Marzano,
2000b). Figure 4 4 indicates that the student,
Cecelia Haystead, is doing relatively well in
the mathematics topics of charts and graphs
and problem-solving stiategies, but she is not
faring well in functions These scores are the
aggregate results of formative assessments
collected over a period of nine weeks Thus,
the report card depicts the conclusions from
a classroom-based assessment system that is

both specific and formative
N -

The information in a nine-week report
card like that in Figure 4.4 could be aggre-
gated into a transcript-like report as shown in
Figure 4 5, pp 4345

Figure 4.5 represents topic scores from
formative assessments collected over a three-
vear period for grades 6, 7, and 8 The report
provides feedback on a wide variety of math-
ematics and science topics. What is most
important about this report is that it would
require teachers to keep track of student
achievement on only about six topics per
quarter, To illustrate, 38 mathematics topics
are addressed in Figure 4.5. Some of these
topics have two ratings or scores Some have
only one A teacher provided each rating at
the end of a nine-week grading period In all,
there are 69 ratings of the 38 mathematics
topics Given that the transcript covers a
three-year period (grades 6, 7, and 8), ratings
in mathematics topics were made four times
a year or 12 times in three years. If teachers
rated six mathematics topics each quarter;, 72
(ie, 6 x 12) ratings would be made in three
years Of course, computer grade books make
this much less labor- and time-intensive In
fact, I commonly tell schools to become
acquainted with the various computer grade
books and report cards before they start
developing their record-keeping and report-
ing system (For a thorough discussion of
computer grade books, see Marzano, 2000b )

Action Step 2. Establish specific, challeng-
ing achievement goals for the school as a
whole.

If an effective assessment system is in place,
achievement goals can be set for the school

as a whole Mike Schmoker (1999, 2001)
provides clear guidance on setting and using
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wt
4 FIGURE 4.4
;m in Sample Report Card
)m sudent: Cecelia Haystead
gee- Sﬁi)anf:rgom: Ms Bedker
iport -
?a i Mathematics: 797 C Participatiory 908 B
: |- science: 79 4 C Assignments: 876 B
:l.ﬂd Language Arts: 938 A Working in Groups: 782 C
o | History/Geography: 829 C Foflowing Rules 87 | B
r S 977 A
sics | Civies: 854 B
se sl
iave
At ‘Mathermatics
ﬂ all, “Central tendency & variability 765
ics ‘Charts & graphs 872
‘ Data collection & samples 7812
:tings Functions 683
@es ‘Problem-solving strategies 88.2
1ers Participation 947
A, 72 | Assignments 221
fi_ree _ Working in groups 705
hlake Following rules 784
In g
o . { Science
l:;éide _Mptiom of Farth/moon 710
. Energy in Farths system 823
_&t— The solar system 791
'F- The universe 839 ‘,
]Ob ) Seasonsfweather/climate 80.7 L
| Participation 302 i
Eieng- . .As'signments 847

Working in groups 7i5

Following rules
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FIGURE 4.4 (continued)
Sample Report Card
Language Arts
Writing:
The writing process 947 C
Organization & development 950 [
Diction 899 [
Style 952 | C
Reading:
Reading comprehension 926 ||
Critical reading 958 | [C
Understanding genre 238 [
Participation 927 1 I
Assignments 947 | ATl
Working in groups 872 | R e S T
Foltowinig rufes 929 [ e :
History/Geography
Colonies & colonialism 883
Empires & imperialism 779
Causes & consequences of slavery 795
Adaptation to the environment 834
Types of regions 849
Porticipation 774
Assignments 75|
Working in groups 698
Following rules 88 |
Art
Purposes of art 985 |1
Art skills 977 | |
Art & culture 9639 1] i
Participation 924 1 ;
Assignments 993 [
Working in groups 822 [
Foliowing rufes %60 ||
Civics
Hurnan & civit rights 853 1
Government representation 816 ||
Personal responsibility 894 | [ i
Participation 205 || o
Assignments 897 |
Working in groups g2 ||
Following rules 848 |1
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FIGURE 4.5

Sample Mathematics Transcript

Average Number of Most Recent

Mathematics

Rating Ratings Rating

| Central tendency & variability

grap

L Cémputation {general)

Experiments

Expressions

Length width height

"8 angles

Mathematical reasoning

Metric system

Multiplication

Nimbers & number systers®s =~ 0

Patterns




44 WHAT WoRKS IN SCHOOLS: TRANSLATING RESEARCH INTO ACTION

FIGURE 4.5 (continued)

Sample Mathematics Transcript

Mathemati@

Average MNurmber of
Rating Ratings

Maost Recent
Rating

Highest
Rating

Proof

871 !

871

871

Rate & velocity

Ratic, proportion percent

Sequences & series

Similarity & corigruence

Statistics

Volume mass capacity

Owerall mathematies

Sample Science Transcript

Science

Average Number- of

Most Recent

Atoms & molecules

Rating

Ratings

Characteristics of organisms

Cherfical reactions -

Classes of organisms

.:Cén"sé_iiyéf&iéq:h of midtter erergy - PR

Farth systems

Earth's atmosphere )

Ear th's history

Eafthis surfacs features

Energy in Earth’s system

~
o
W)

w [ o | w swell W

Forces & motion’ - =

Forms of energy

718

Life cycles
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FIGURE 4.5 {continued)
Sample Science Transcript

Average Number of Most Recent Highest Lowest
Science Rating Ratings Rating

ek
4132

U [Oreanism & environment. - -

Position & motion

Rock:.:cycle 3
Rocks riheralisoil 749 S3
élc:ac;;‘or'as \.rv'ea;ther; climate 805 3 |
Scentifc dia | s |2
.éc\ier;t.kﬂc”e%.blan.ations 726 2
Scentific investigation - Tooger 2
et 803. ”3

“.. | Sclar system

Vibrations & waves

Warer

Water in Earth's system

- schoolwide goals One critical aspectisnotto others, Schmoker (1999, p 57) lists the fol-

" settoo many For example, commenting on Jowing examples of schools that produced

" Ttheresearch of Michael Fullan and Andy observable results in a year or less:

" Hargreaves, he notes: “Many of the schools

- tackle only one or two achievement goals e Between 1997 and 1998, Bessemer

~ annually to prevent the over-load that is so Elementary School in Pueblo, Colorado,
clearly the enemy of improvement” (2001, increased the percentage of students :
p 37) who are at or above grade level in read- :

- Schrmoker identifies a second feature that ing from 12 percent to 64 percent

~ he refers to as the principle of “rapid results” + George Washington Vocational and
(Schmoker, 1999} Although he does not nec- Technical School in downtown
essarily advocate a short-w_if_sg_}_lggl Brooklyn, New York, reduced the num-
reform, he asserts that obtaining results in the ber of students failing every class from
first vear is critical to providing a foundation 151 to 11 in one semester
of success on which to build His advice is o Amphitheater Middle School reduced

5 logical and practical —and it works Among
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the number of referrals from 250 to 95
in a year’s period of time

As these examples indicate, schoolwide goals
can be quite varied However, setting a few
goals that can be accomplished in a short
petiod of time is so potentially powerful that
Schmoker (1999) refers to it as a “break-
through strategy” (p. 56)

Action Step 3. Establish specific goals for
individual students.

Establishing goals for individual students is
perhaps more powerful than setting a few
schoolwide goals. Individual goals have been
a staple of special education for decades and
are usually presented in the form of
Individualized Educational Plans (IEPs).
Martin Covington (1992) maintains that

individual student goals are most effective
when students are involved in setting them.

Schoolwide goals certainly have their place,
but they are usually expressed as a percent-
age of students exhibiting a certain level of
achievement in some area For example, a
school might strive for 90 percent of students
achieving at or above grade level in reading
by year’s end. What about the 10 percent of

students who do not meet this goal? Setting
schoolwide goals only zisks this sector of the
student population being systematically
excluded from the powerful effects of estab-
lishing goals and monitoring progress Using a
report card and transcript like those in Figure
4 4 and Figure 4 5, students, with the help of
a counselor or a homeroom teacher, can set
quarterly achievemnent goals for specific top-
ics within specific subject areas

Summary

Two key elements are required to implement
challenging goals and effective feedback: first,
challenging goals must be established for all
students; second, effective feedback must be
specific and formative I recommended three
action steps to establish an assessment system
that provides feedback on specific topics to
individual students at least once per quarter.
To accomplish this, I suggest innovative
report cards that use formative classtoom
assessments With such a system in place,
schoolwide achievement goals, as well as
indjvidual student goals, can be set and
monitored




